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introduction
The chapters of this book have provided a series 
of research-based perspectives which present, 
individually, cohesive accounts of blended learn-
ing and its practice. In this conclusion we have 
added an additional perspective in the nature 
of a synopsis or synthesis of the many themes 
which have been discussed and developed within 
this volume of research. We now provide a more 
holistic view of blended learning as a stimulus 
for reflection and further research rather than as 
a generic view of blended learning. 
We begin by identifying some important con-
cepts from the research presented in this text. A 
discussion of some of the key challenges which 
emerge from this research follow with a summa-
tion of suggestions for effective blending learning 
practice in each of the three contexts reflected 
as separate sections of the book. Implications 
for learners, teachers and universities will be 
discussed and the chapter concludes with some 
recommendations for further research. 
AbstrAct
The conclusion draws together the main themes identified under the sections of the book with a synthesis 
of the recommendations presented by the chapter authors which connect the outcomes of these research 
studies with practical suggestions in all aspects of blended learning practice. It identifies and discusses 
future trends and implications for learning as well as areas of further research.
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overview of reseArch 
concepts And themes
The practice of ICT-facilitated blended learning 
has been discussed in this book in multiple set-
tings and from diverse evidence bases. The book 
provides further confirmation of the complexity 
(Garrison and Kanuka, 2004) of blended learn-
ing, which is now occurring in a wide range of 
sites, such as universities and workplaces and 
which involves not only traditional students as 
learners but also teachers and other workers as 
they engage in formal and informal forms of 
professional learning in various communities that 
are connected through some form ICT. As newer 
technologies like podcasts, e-labs and mobile per-
sonalised learning environments are introduced 
they create new affordances for learning beyond 
those of learning management systems. 
The research base in this text has been predomi-
nantly qualitative with an emphasis on case stud-
ies. Given the current emerging state of knowledge 
about blended learning, qualitative approaches can 
be very productive because of their descriptive 
and interpretive ability. Such approaches here are 
able to represent learners’, teachers’ and others’ 
experiences of blending learning practices and 
provide insights into the way the participants 
made sense of the new learning environment. 
While we don’t make generalisations from this 
research, we expect that readers of this text will 
be able to determine for themselves the relevance 
of the research and recommended practices. 
It is noteworthy that a variety of case study 
approaches were documented and these included 
both individual and collective cases, longitudinal 
and retrospective studies and a cross-case analysis. 
The strength of the case study methodology as 
it is used here is that it supports the investiga-
tion of the complexities of blended learning by 
providing a situated research methodology. We 
have attempted to build on this and create further 
relevance for readers by including recommenda-
tions for practice. 
One other feature of many of the research in-
vestigations in this book, is that they were insider 
accounts. While we are aware of the problems 
which might arise due to the researcher’s familiar-
ity with their context, the idea of the researcher 
being embedded within the research setting has 
a long tradition within qualitative inquiry and 
is also characteristic of much of the research on 
technological innovation and pedagogy. In our 
view, in the blended learning context, such a 
position is beneficial because it has the potential 
to deepen contextual understanding of the setting 
and its processes, values and relationships.
The research in this book has drawn on a wide 
range of literatures and theoretical frameworks. As 
well as the literature on blended learning and as-
sociated areas of online and e-learning, discussion 
of variation theory and the differences between 
face-to-face and virtual environments and espe-
cially the role of social presence are particularly 
valuable discussions. One concept that has been 
widely and deeply considered within this text is 
that of communities of practice (Wenger, 1998) 
and the associated idea of learning communities 
and the Community of Inquiry (Garrison and 
Vaughan, 2008). This reflects the level of interest 
in this socio-cultural concept and its explanatory 
potential in both the fields of technology and 
learning. Other valuable literatures drawn on 
by the researchers include actor network theory, 
activity theory, adult learning principles, design-
based research and the experience of learning 
literature, all of which provide a broad foundation 
for further knowledge building, reflection and 
practical application. 
section 1: strategies for teaching 
and learning 
The first section of this book focused on ICT-based 
blended learning and teaching as a pedagogic prac-
tice within many university courses. Apart from 
the corporate sector, universities were amongst 
the first learning sites to introduce blended 
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environments, and there is now an extensive 
literature on this topic which we have discussed 
in the introduction to this book. The first section 
of the book added further dimensions to blended 
leaning through its discussion of various issues 
associated with its pedagogy. 
Gerbic’s research presented students’ perspec-
tives on online discussions, which have often been 
a feature of blended environments. Her research 
found that learners viewed online and face-to-face 
discussions as complementary for their learning 
and confirmed the importance of curriculum 
design and the need for strong pedagogic con-
nections between the two environments. 
Geer’s work provided empirical support for the 
concept of imprinting, and her framework for tech-
nology mediated interactions provides a strategy 
for fine grained matching of interactive technolo-
gies, pedagogies and learning outcomes. 
Simpson and Anderson demonstrate a theo-
retically informed approach to blended learning 
design at a programme rather than individual 
course level. Here, blending of various tech-
nologies was central to enable on-campus and 
off-campus students to have the same digitally 
enhanced learning opportunities, without any 
reduction in pedagogical value. 
Carvahlo discusses the inclusion of podcasts 
within a contemporary blended environment . Her 
research identified two important contributions 
of podcasts to learning which include their use as 
pedagogical hooks or attention getters and their 
ability to improve social presence and the sense 
of proximity between learners and the teacher. 
Lustigova and Lustig discuss the advantages of e-
labs, and their abilities to add real life dimensions 
to face-to-face learning. While their work is in 
science education, there are significant possibili-
ties for this form of blending in many disciplines 
through the use of ICT-based simulations. 
Trentin’s research provides a new and holistic 
dimension to blended learning with his discus-
sion of sustainable blended solutions. Given 
the demands of blended learning on teachers, 
consideration of sustainability is important and 
this research identifies key dimensions from 
teachers’ perspectives, which should also ben-
efit institutional planners. Wheeler argues from 
an entirely pragmatic perspective with his pre-
sentation of contemporary learners as nomadic 
learners and their preferences for personalised 
learning environments. Following his critique 
of learning managements systems, he proposed 
a new technology blend of these and personalised 
learning environments. 
section 2: establishing communities 
The second section of the book examined the 
role of communities of practice in learning, 
particularly the issue of workplace communi-
ties which were generally face-to-face and their 
relationships or connection with various formal 
and informal online communities as a blend to 
support learning.
Smith Ha and Stacey have provided descrip-
tions of different blends of workplace and online 
communities and identified issues which promote 
and impede their effectiveness in learning. Es-
pecially important is the anchor role of the “rich 
community of practice” which is predominantly 
real world, but may also intersect with other 
internal online communities (via intranets), and 
external online communities, which might be 
informal ( professional interest groups) or formal 
(credentialed courses). One of the key questions 
in blended learning is the relationship between 
these real world and virtual communities and 
this research provides foundational knowledge 
on this issue. 
Thompson and Kanuka addressed a significant 
issue in universities in their discussion of the 
difficulties of establishing blended communities 
of practice to support professional development. 
Their findings on the role of professional devel-
opment centres in developing and modelling 
communities, the demand for scalability and the 
need to take strategic approaches are timely and 
valuable to the field.
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Mackey’s research explicitly extends the 
blended learning concept to a professional context 
and provides evidence of the way in which virtual 
environments can promote learning in workplace 
communities. Her discussion of variation theory 
illustrates the ways in which differences might 
assist learning and she emphasises the need for 
reflection if discernment is to occur. 
Riverin’s discussion of K-12 teachers learning 
through an online community in order to take 
ICT back to their classrooms provides further 
illustration of the reach of blended approaches, 
the difficulties of establishing communities and 
the imperative of professional learning and life-
long learning. Like other researchers, she noted 
the importance of face-to-face communication 
in establishing and sustaining communities and 
advocated the use of synchronous tools if face-to-
face communication was not possible to help the 
social presence of a face-to-face meeting. 
section 3: teacher transitions and 
professional learning.
The last section of the book focuses on teachers 
as they transition into blended teaching practices 
and the associated issues in professional learning 
and development. 
Weisenberg and Stacey began by examining 
the influence of the two modalities of traditional 
face-to-face teaching compared to teaching online 
on teachers’ philosophies of teaching. Of signifi-
cance is their identification of the development of 
a complementary approach where insights about 
teaching formed in the online mode influenced 
teaching in the face-to-face mode. This provides 
evidence of the transformative potential of teach-
ing in a different environment and is a good 
illustration of the role of variation in learning 
– for teachers. 
Samarawickrema provides further perspec-
tives on transition in her identification of the main 
institutional policy, power and political actors for 
teachers as they developed their practice in blended 
learning. Of particular value is her discussion 
of the infrastructure and policy vacuums which 
may arise and how these might be addressed in 
an effective and democratic fashion. 
Wilson’s work with teachers provides a re-
search-based framework for working in blended 
environments. Its seven dimensions provide an 
accessible reference for individual teachers and 
her recommendations for professional develop-
ment provide useful advice for institutions, and 
especially on the value of websites. 
Gunn and Bake present another approach to 
transition through their discussion of a formal 
professional development course for academics 
which was intended to provide “purposeful and 
thoughtful integration of face-to-face and online 
learning with a goal of achieving an optimum 
blend”. Also significant is their use of a design-
based research approach to the development of 
this new course. Given the widely identified need 
in the blended learning literature for course re-
design rather than simple additions, the approach 
here, which uses empirical educational research 
and theory-driven design, provides a good model 
for this. 
Robertshaw, Leary, Walker, Bloxham and 
Recker provide an intriguing example of profes-
sional learning with their discussion of reciprocal 
mentoring. The pairing of teachers with comple-
mentary strengths and development needs is a 
concept that could be adopted in other professional 
learning contexts and this research, while small 
in scale indentifies a process needed to create 
successful learning. 
recommendAtions for 
prActice
Blended learning is a practical matter, and even 
though the research discussed within this text 
is highly applied, we wanted to make stronger 
connections between the research and the wider 
demands of blended learning practice in contem-
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porary learning settings. Trigwell, Martin, Benja-
min and Prosser (2000) advocate reading research 
as one of a number of a scholarly approaches to 
improving teaching practice. The practice focus 
here is therefore an attempt by us to extend the 
relevance and utility of the research for teachers 
who venture into this subject, as well as support-
ing individualised professional learning. 
We start this section by outlining some of the 
main challenges to emerge from this text and 
then present some recommendations for effec-
tive practice. 
challenges for practice
One theme that runs throughout all of the dif-
ferent contexts within this text is the absolute 
strength of face-to-face settings for all kinds of 
learning, whether it involves students, profession-
als and or communities of practice. This is not a 
new issue, and it has always been acknowledged 
in distance settings. However the introduction 
of online learning possibilities in conventional 
campus and workplace settings has highlighted 
the significance of this issue for learning. The 
face-to-face setting is foundational in all contexts, 
and has a historical and experiential legitimacy 
for everyone. The research indicates that there 
is a tradition of communication and interaction 
based on qualities of synchronicity and this has 
created not only competency but also confidence 
in the efficacy of face-to-face settings. There 
are also other more subtle values associated 
with face-to-face communication, for example, 
Feenberg talks about a ‘guarantee of authenticity’ 
(Feenberg, 1989, p.22). At the moment, it is far 
more difficult to create or develop the same kind 
of fidelity, comfort or social presence in online 
spaces and this is one of the most significant 
challenges for learning in blended environments, 
whether formal or informal. 
Another theme that runs through much of 
the research in this text is the issue of transition 
– for both learners and also teachers, academic 
developers and organisations. Major pedagogical 
aspects of transition relate to understanding the 
differences between the two environments and 
how to integrate these, both in terms of formal 
courses and the relationships between different 
communities of practice. In practice, the research 
indicates that this may also involve progressions, 
sequencing and sustaining interactions in online 
environments and communities. A consistent 
comment is that the move from face-to-face to 
blended teaching requires purposeful and thought-
ful redesign and not just additive approaches. 
The research here indicates that teachers and 
learners must develop new practices to be effec-
tive within a blended learning context. Because 
learners study across a range of courses, they are 
more likely to experience a greater diversity of 
blended approaches (both good and otherwise) and 
this may give them greater depth of understanding 
of the two different environments (Gerbic, 2006). 
However the wider blended learning literature 
indicates significant issues, for example, with in-
dependent learning, time management and online 
interaction. There appear, now, to be fewer issues 
with technology and this may be due to the arrival 
of increasingly digitally literate learners (of all 
ages) whose capacity may have been developed 
through the introduction of mobile and Web 2.0 
technologies.
For teachers, going online and working with 
text based teaching has created significant chal-
lenges which include understanding the distinctive 
characteristics of the new online environments, 
adapting teaching styles and reconsidering 
teaching philosophies, redesigning courses and 
materials, and adapting their roles and identi-
ties in both environments. On a more pragmatic 
level, the research in this book identifies issues of 
workload, funding and resources for development, 
conflicting demands (especially for discipline 
based research), and uncertain reward systems. 
Overall, the research on teachers’ perspectives 
is beginning to show that there is less of a sense 
of competition between the two media and more 
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understanding of their complementary nature and 
that value for learning. 
An ongoing challenge for teachers and or-
ganisations is that of professional learning that is 
viable for teachers. Modelling blended learning 
through formal courses is one option, as is recipro-
cal mentoring. One promising possibility is that 
of establishing blended communities of practice, 
however university professional development cen-
tres, in this time of transition, are uncertain about 
their role and methods in cultivating communities 
of practice, whether a blended model is desirable 
or achievable and whether the community notion 
would work across an entire university. 
effective practice 
We now make some suggestions for creating ef-
fective blended learning practices. Each of the 
chapters contains detailed recommendations for 
their particular context. In order to create some 
coherency for the reader and to provide some 
broad observations as prompts for reflection, we 
have drawn these together, with a caveat that we 
do not make any claims of best practice. 
A common refrain in the recommendations 
within chapters was the importance of respon-
siveness to local contexts and conditions and we 
would suggest that these circumstances, whether 
they relate to the institution, its courses, teachers 
and learners or the wider community be used as 
an evaluative lens when considering any scholarly 
literature in the area. 
One other continuously mentioned factor 
which needs to be included within the idea of 
effective practice is that new practices must be 
sustainable – for learners, teachers, institutions 
and communities of practice. The research on in-
novation makes it clear that this is a requirement 
for long term impact and Littlejohn and Pegler 
(2007) also recognise this in their discussion of 
sustainable blended e-learning designs. 
We now consider effective blended learning 
and what might be regarded as effective practice 
in each of the three contexts relating to the sec-
tions within this book. 
In Teaching and Learning
Effective blended learning must promote high 
quality learning outcomes, student engagement 
and positive student learning experiences. These 
are predominantly pedagogical matters, however 
if we put students at the centre of learning, then 
pragmatic matters like flexibility and accessability 
can quite legitimately be acknowledged as well. 
Effectiveness in this context must also include 
high teacher satisfaction, not only with regard 
to achieving learning outcomes, but also in the 
sense of a reasonable workload, which allows 
time for research and scholarship, and recogni-
tion of achievement. Some broad suggestions for 
achieving this come next.
With Learners
• Discuss the differences between the two 
environments and how they can both con-
tribute to learning and go beyond pragmatic 
issues like accessibility and talk about their 
pedagogic value in relation to learning 
outcomes, for example, the value of online 
discussions, podcasts and e-labs,
• Where blended learning includes new stu-
dent-centred interactive, experiential and re-
flective activities, introduce these explicitly 
and monitor learners for their understanding 
and acceptance of them, especially if they are 
more familiar with didactic approaches, 
• Create increased relevance of online ac-
tivities by linking them to professional, 
workplace and community expectations of 
graduates,
• Assess the online aspects of the course to 
communicate their importance, 
• Consider short, structured podcasts to extend 
the teachers presence beyond the classroom 
and build student-teacher relationships,
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• Think about learners making their own 
podcasts (or other technological artefacts) 
as a learning activity and 
• Consider a mixture of learning management 
systems and personalised leaning environ-
ments to provide both institutional services 
and allow learners the ability to informally 
learn and communicate. 
To Best Use the Strengths of the Face-to-Face 
Environment, in the Classroom
• Provide rapid feedback on online work,
• Ensure learners understand course expecta-
tions and learning outcomes,
• Assist learners to develop good relations 
with peers through purposively guided 
interaction;
• Lay a foundation for the next online activ-
ity,
• Recognise spontaneous moments and con-
sider how to best work with a spontaneous 
pedagogy and 
• Role model processes and values, especially 
those associated with acculturation into the 
discipline. 
To Integrate the Face-to-Face and Virtual 
Environments
• Identify the strengths of each medium for 
their learning outcomes and translating these 
into the design of activities,
• Ensure that online activities are assessed,
• Reduce the amount of face-to-face contact 
time and providing substantial online activi-
ties;
• Connect the weekly face-to-face class topics 
to the online activities,
• Include activities in class which prepare 
students for online work, for example, giving 
and receiving feedback and critique and
• Provide regular and consistent feedback in 
class about online activities.
Teachers Could Consider:
• Taking a lesser role in online activities, for 
example, online discussions and including 
them regularly into classroom activity,
• Modelling and devising interactive strate-
gies to influence students activities from the 
beginning to take advantage of the concept 
of imprinting,
• Careful selecting of interactive technolo-
gies and pedagogies to maximise learning 
outcomes, 
• E-writing effort as an indicator of a student’s 
progress or otherwise in the course,
• Ways in which their online teaching experi-
ences differ from their face-to-face teaching 
as a prompt for reflection on improving their 
teaching practice,
• Whether and how their roles might be 
changing as they work more as a learning 
process facilitator and how this impacts on 
their planning and time, for example, read-
ing emails, moderating online discussions, 
preparing and repurposing course materials 
and 
• The impact of blended learning on student 
workloads, as well as their own. 
Learning Designers Could:
• Consider redesign rather than additive treat-
ments, 
• Deliberate on frameworks for redesign, 
for example, the Technology –Mediated 
framework, and the Dimensions of Learning 
Environments framework,
• Consider design-based research as a process 
for blended learning design, and as a basis 
for continuous monitoring and feedback to 
evaluate learner and teacher progress with 
the new design, 
• Focus, if possible, on program rather than 
individual course levels to ensure a richer 
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and more holistic environment for student 
learning, 
• Build new programs based on educational 
principles f irst, not the potential of 
technologies, 
• Recognise that incremental development 
will occur during implementation, and use 
the educational principles of the program 
to balance emerging technologies and new 
pedagogies, 
• Work in teams rather than as individuals to 
obtain the benefits of multiple perspectives 
on design issues and an increase in the sense 
of ownership and commitment to the new 
program or course, 
• Pay particular attention to staff support and 
staff development especially in the early 
stages of the redesign process and 
• Include regular evaluation and enhancement 
procesess. 
For Communities of Practice
Effective blended learning in communities of prac-
tice should revolve around the particular shared 
and situated practice and authentic activities, 
involve a sense of belonging to the community 
and the creation of meaning through experience. 
To be effective, learning needs to be reflective, 
collaborative, situated and capable of being in-
tegrated with the learners’ other communities of 
practice, especially their work. Pragmatically, 
members need time and easy access to the com-
munity, to be encouraged to engage in active 
rather than only peripheral participation, and 
to be able to create trust or empathy with the 
other members. Learning communities that are 
created around formal learning, for example, a 
qualification, if well designed and facilitated may 
be more cohesive than those that are created for 
more informal learning purposes, for example, 
some forms of professional development and this 
needs to be taken into account when effectiveness 
is considered. Some suggestions for effective 
practice follow.
Establishing and Building Communities 
• Consider the effects of the wider context 
on the online community, for example, the 
nature of the group, its tasks, the relation-
ship of individual learners to the informal 
collaborative group, and the surrounding 
organisational culture. 
• Consider whether involvement in the online 
community is mandated or voluntary and the 
impact this might have on participation. 
• Address exhaustion and information over-
load for busy professionals with intuitive 
access points and scaffolded participation 
through scheduled online activities as well 
as unscheduled sessions. 
• Create face-to-face opportunities to meet 
other participants. Where this is not possible, 
consider tools (for example, videoconferenc-
ing and web cameras) so that community 
members can meet and get to know each 
other in more depth and feel more at ease 
with each other. 
• For professional development communi-
ties in universities, keep in mind that such 
communities need a high level of effort 
and commitment, a champion and a clear 
purpose.
Integration of Communities
• Consider the learners’ other face-to-face 
communities or collaborations outside the 
institution ( for example, in their workplace 
or wider communities ) and integrate these 
into the design and teaching of the course. 
• In university professional development 
settings, facilitate the integration of mi-
cro-communities into the bigger university 
community. 
• Professional Development Centres should 
ideally model blended approaches. 
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Learning Design and Communities 
Consider an intentional course design which 
promotes and encourages:
• Variation in participants’ experiences, 
• Reflection through directed activities which 
highlight aspects of both virtual and real 
contexts, 
• Interaction in both virtual and real contexts 
and
• Negotiation of relevant learning and as-
sessment activities so that participants can 
align course work with workplace needs and 
opportunities.
For Teacher Transitions and 
Professional Learning 
Effective blended learning in professional devel-
opment contexts should promote the construction 
of new knowledge about learning and educational 
processes, encourage reflection on teaching and 
learning within philosophical frameworks, 
particularly through communities of peers, and 
develop relevant skills for specific educational 
purposes and processes. Pragmatically, profes-
sional learning needs to be timely and relevant, 
accessable in terms of other commitments and 
able to provide sustained support beyond any 
course or event.
Some Suggestions for Effective Practice
• Recognise that putting traditional face-
to-face courses online requires a different 
approach to the professional development 
of academic staff, and pay particular atten-
tion to academic role definitions, blended 
pedagogies, and course conceptualization 
and development .
• Include ICT skills (and an understanding of 
the strengths and limitations of ICT), work-
ing with digital resources and repurposing 
them and associated skills, for example, 
working in teams.
• Evaluate the role of supporting websites 
and ensure that they provide opportuni-
ties for interactivity, social learning, and 
knowledge sharing and that they showcase 
effective practice and publish teacher and 
student evaluations of innovations in blended 
learning. 
• Use situated learning as a framework for 
professional learning which includes face-
to-face and online discussion and collabo-
ration, and combining pedagogical theory 
with the practical aspects of teaching with 
technologies, for teachers’ own local con-
texts.
• Use a blended community of practice model 
and create opportunities for teachers to get 
together to facilitate relationship building, 
advertise what the community can offer and 
develop activities that clearly belong to the 
community.
• Use a community of inquiry model (Garrison 
and Vaughan, 2008) that offers opportunities 
for teachers to reflect and discuss course re-
design with their peers, experience a blended 
learning environment from the student per-
spective, with ready access to instructional 
design and evaluation support. 
• Consider reciprocal mentoring between an 
experienced teacher who is inexperienced in 
ICT and another teacher who is experienced 
in ICT but has less teaching experience. 
Both parties must be willing to learn from 
each other, be committed to supporting each 
other and respect and trust each other
the future And implicAtions 
of blended leArning 
Blended learning is a comparatively recent phe-
nomenon in university settings, and its implica-
tions are now emerging at different levels. Many 
 0
Conclusion
of them include factors such as transition and 
change, the impact or otherwise of technology 
and the rise of globalisation. Drawing from the 
researchers’ discussions in this book, we now 
reflect on some implications arising for three 
central participants in blended learning; learners, 
teachers and universities.
for students, learners and their 
learning
The research in this book has discussed learners 
with a wide range of needs or goals which include 
students enrolled in a first degree, teachers and 
other workers enrolled in advanced qualifica-
tions, university teachers wanting to improve 
their teaching and learning knowledge formally 
and informally and industry workers wanting to 
increase their knowledge informally. While this 
illustrates the widely acknowledged diversity of 
learners today, it also indicates that the nature 
of much work today is such that that life-long 
learning is inevitable and with it comes a greater 
convergence of work and/with learning and the 
merging of various and often overlapping on and 
off campus learning communities, and communi-
ties of practice. In this scenario, there is likely to 
be a wider range of interpersonal communications 
in learning, with technology having a foundational 
and central role in linking and connecting learning 
and working and the social aspects of life. 
In future, the trend of learner diversity is 
likely to continue with its variation in terms of 
age, study skills, academic literacy, culture, work 
and family responsibilities and aspirations. Today, 
learners, especially those who are younger, have 
far more complex and multidimensional life pat-
terns which include working and studying and 
disjointed and deferred career development, often 
for economic reasons. For women, there are ad-
ditional challenges as they balance private family 
arrangements with the public demands of work 
and study (Wyn and Dyer, 2000). The authors 
in this text also discuss the varying degrees of 
ICT comfort which exist, ranging from nomadic 
learners and those for whom social networking 
tools are part of their life through to those who 
are ICT challenged and hesitant. Equally or more 
important is the nature of prior learning experi-
ences which may have been highly didactic with 
little or no interaction or active learning.
Blended learning will continue to extend and 
support a wider range of interpersonal connec-
tions, whether in conventional courses or via 
communities of practice through online, and 
particularly asynchronous interaction and com-
munication environments. Now much of this 
emanates from learning management systems 
but other new technologies will be constantly 
integrated into face-to-face learning, such as the 
podcats, e-labs and Web 2.0 tools discussed herein. 
Issues around the technology comfort of learners 
are likely to reduce as there is an overall accretion 
of confidence of all learners with Internet, Web 
2.0 and mobile technologies.
For learners in blended environments, there 
are both pedagogical and pragmatic implications. 
The current value of blended learning is generally 
perceived to be related to its flexibility, rather 
than its value for learning. There is evidence that 
some learners understand the complementary 
nature of blended environments and its value for 
their learning, for example, the value of online 
discussions for supporting reflective thinking 
and more considered text-based communication, 
however, this is not widely understood. Despite 
the rapid rise of social networking sites and the 
development of a web presence through blogs 
and Internet sites such as You Tube, there is far 
lesser engagement with virtual environments in 
blended learning, and such lack of understanding 
will reduce the potential value of blended envi-
ronments for learners. This may be connected 
with learners’ expectations of the university as 
a real world campus-based experience, and the 
legitimacy of online learning within a face-to-face 
tradition of university learning. 
Equally important for learners in blended 
environments is their ability to work indepen-
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dently, to manage their time and to understand 
the value of interaction, discussion and working 
in teams for learning. Blended environments may 
better support learners for whom the language of 
instruction is a second language by removing the 
cognitive load which is often present in face-to-
face classes and providing more time for reflec-
tion and communication through asynchronous 
modes. There is also potential for using both 
face-to-face and online discussion environments 
to ameliorate issues of language competence 
and cultural or gender confidence and enabling 
learners to participate in more enjoyable and 
constructive learning processes. This issue has 
been documented especially within undergraduate 
settings( for example, Gerbic, 2006), however a 
global employment market and migration mean 
that there are similar issues for professional learn-
ing and communities of practice. 
For all learners, whether they are undergradu-
ate students, learners within a community of prac-
tice or university teachers enagaged in professional 
development, there are significant issues to be 
addressed involving changing life habits to make 
room for active participation within online learn-
ing and communities. It is rather ironic that this 
actuality is somewhat different from the espoused 
flexibility of online discussions and communities 
and it may be that in future, new value will be 
identified in the time and place boundedness of 
face-to-face learning. 
While the Digital Divide may be a contest-
able notion, it is now regularly used to refer to 
ICT competence rather than those who can and 
cannot afford technology (Underwood, 2007). 
The provision of blended learning, provided that 
it is accompanied by access to technology, is one 
way to embark on a strategy of digital inclusion, 
either directly through professional learning or 
indirectly through experiencing learning in a 
blended environment. While we tend to think 
of the digital divide as something which affects 
learners and their ability to learn, we should also 
consider the likelihood of the same occurring now 
between students and their teachers. Underwood 
(2007) argues that this manifests itself in teacher’s 
negative views on texting, which is often regarded 
as an impoverishment of the language, and on 
the lack of cognitive value in gaming. She points 
out that there is also a significantly larger divide 
since the introduction of technology between 
teachers’ views of academic honesty in assess-
ment and some students’ views of the value of the 
Internet, cutting and pasting and mobile phones 
for passing courses. 
for teachers, Academic developers, 
facilitators and mentors 
The nature of learning and learners today means 
that there are a wide range of people involved 
with this process, with an enormous diversity in 
roles, including teachers, academic developers, 
facilitators, mentors, community leaders and 
moderators. This variation in roles within blended 
environments combined with broader factors such 
as curriculum and technology change means that 
teaching practice is and will be carried out in a 
climate of transition. We discuss two aspects of 
that transition and its implications for teachers, 
being those of developing a blended learning 
pedagogy and teachers’ practice and professional 
learning.
A significant issue for blended pedagogies is 
that of learning design. At a simplistic level, two 
issues emerge, which are working to the strengths 
of face-to-face and virtual environments and what 
has been more recently identified in the research 
as effective integration of virtual technologies 
into face-to-face learning settings, whether they 
be classrooms, workplaces or other settings. Each 
new technology will have its own strengths and 
weaknesses, however, what may be more impor-
tant is to build a new practice around how best to 
integrate and connect technologies to face-to-face 
settings, and especially, how to leverage learners’ 
and teachers’ face-to-face experiences to create 
social comfort and presence in virtual environ-
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ments. While learners are attracted to blended 
environments because of their time and place 
flexibility, they also want connection.
Garrison and Vaughan (2008) have provided a 
conceptual framework with their Community of 
Inquiry which will provide a theoretically sound 
and empirically based framework for develop-
ment, and Littlejohn and Pegler (2007) provide a 
comprehensive teachers’ guide to blended e-learn-
ing. Such frameworks need multiple implemen-
tations to address the complexities of different 
blended learning settings and there is room for 
other blended learning frameworks, especially 
those that might support the kinds of constructivist 
approaches that have been discussed in this text, 
especially for professional learning and learning 
communities. The discussions herein concerning 
variation theory provide some illustrations of how 
complementary pedagogic frameworks might 
be framed. One dimension of the complexity of 
blended learning is that of the different discipline 
or professional contexts, especially their different 
emphases on knowledge structures and techniques 
as opposed to the more interpretive or discursive 
subjects. These differences could simply imply 
the use of different technologies within the blend 
but, more significant is the issue of the learning 
design and more responsive blended learning 
frameworks. In the case of professional learning, 
which has a somewhat different purpose, blended 
learning may need to be reconceptualised to pro-
vide meaningful workplace learning and a more 
effective role for online communities. The role 
of the teacher, facilitator or moderator within any 
blended learning environment will need special 
consideration within any framework and will be 
based on that person’s philosophies of learning 
and teaching 
Teachers’ practice will become increasingly af-
fected by their involvement with blended learning. 
For many teachers, this will initially be concerned 
with transporting and adapting their face-to-face 
expertise to online environments. However, re-
search from within this text has shown that insights 
may also be transferred from online classes that 
of face-to-face teaching and can improve such 
classes through the introduction of more learner-
centred approaches. This would indicate that the 
addition of online to face-to-face teaching can 
be transformational and confirms teachers as 
critical thinkers and reflective practitioners. It 
may also be further evidence of variation theory 
at work. It is also important to note the influence 
of institutional factors on the development of a 
blended teaching practice, especially those related 
to workload, rewards and the amount of experi-
ence of the teacher. 
Quite apart from the addition of new roles 
such as course redesign, resources development 
and online teaching, teachers will also be learn-
ers as they construct their own blended learning 
practice. While professional learning is widely 
acknowledged within universities, and there are 
traditions of face-to-face seminars and confer-
ences, the blended approaches described in this 
text favour different strategies which emphasize 
situated and experiential philosophies and the 
development of communities of learners, all of 
which will place very different demands on teach-
ers. University and other teachers have not easily 
adopted blended learning within their courses 
and schools and the establishment of blended 
professional development communities within 
universities and their courses has been difficult 
to establish. While this could be attributed to 
the Digital Divide (discussed above), it is also 
important to recognise that teachers, as well learn-
ers, are constantly becoming digitally literate as 
technology become increasingly embedded within 
their natural worlds and this also has the potential 
to move to teaching practice where technology 
is simply a part of the learning environment and 
the emphasis is on pedagogy. 
for universities
A number of institutional issues concerning the 
development of blended learning have been identi-
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fied within this text, including those relating to 
academics and teaching, professional development 
and learning communities and the introduction 
of new technologies. Other factors which are 
likely to influence the successful introduction 
of e-learning within an institution include fund-
ing, which is often for short term projects, the 
complexity of technology development and the 
associated demands on time, the importance of 
collaboration, addressing the risks involved and 
unintended outcomes and the importance of dis-
semination of the outcomes ( Conole, Smith and 
White, 2007). 
Consequently, there are a number of areas 
where institutions needs to recognise and support 
the value of blended learning expertise. One of the 
most important, and this is well recognised in the 
research, is that of addressing workload issues and 
recognise the extra demands beyond face-to-face 
teaching, particularly at the beginning of blended 
learning. Closely associated with this is the need 
to develop clear policy about rewards and incen-
tives, funding for time buyout to develop courses, 
technical support and professional learning and 
certification.
The development of e-learning appears to have 
been often accompanied by inadequate institu-
tional infrastructure and policy frameworks, for 
example, in the areas of workloads and intellectual 
property. In order to build robust policies, insti-
tutions should consider cross-university policy 
conversations, seek active participation by aca-
demics and carry out widespread communication 
at the grass roots level. There also appears to be a 
gap between high level university policy and its 
translation into faculty or school contexts and also 
variability between faculties as to the application 
of unviersty policies. Addressing this will help 
to improve commitment by academics and other 
staff to blended learning if the implementation 
of policies relating to such matters as career, 
workload, pedagogy and intellectual property 
are more transparent and consistent across dif-
ferent contexts. 
One essential matter for institutions is the place 
of professional learning and the need to recognize 
blended learning and communities of practice as 
strategic objectives. There are important discus-
sions to be held about effective ways to establish 
communities of practice through professional 
development centres, and the best ways to lead, 
manage and sustain such communities. While 
this is applicable to formal communities which 
may be established through cohort and courses, 
there is also the possibility of more informal or 
organic communities and how and whether a 
university might support them in their profes-
sional learning. 
further reseArch directions
There are many suggestions for further research 
in this text and we would like to close with some 
broader suggestions relating more widely to 
blended learning. Bluic et al (2006), in their review 
of student learning experiences, indicate that for 
the field to mature, complementary methodolo-
gies are needed as well as an understanding of 
whole systems and their interrelationships and the 
tensions between the parts of the whole and its 
totality. We would agree with this and point out 
that there is a paucity of research which explicitly 
investigates blended pedagogies for professional 
learning and sustaining communities and identify 
this as a priority. 
Some other worthwhile areas are:
• Mechanisms and approaches to improve 
integration of the two environments.
• Development and implementation of blended 
frameworks for different learning set-
tings.
• The best pedagogic uses for face-to-face 
settings. Because we are highly familiar 
with this aspect of blended learning environ-
ments, knowledge about effective practice is 
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assumed, despite the widespread tradition 
and acceptance of the lecture. 
• Creating greater learner and teacher/
moderator comfort in online communication 
settings and how this might be leveraged 
from face-to-face settings or other synchro-
nous online technologies.
• The role of blended practices in sustaining 
professional learning and learning com-
munities. 
• Learner perspectives.
• The role of the teacher/moderator/facilitator 
in blended settings.
• The role and value of technologies other 
than LMS in blended learning.
• Research in settings which are not concerned 
with teacher education or ICT education or 
workers.
A postscript… 
The focus of this book has been on ICT-facili-
tated blended learning. However, an interesting 
question is that of when we will stop referring 
to blended learning as being a separate form of 
learning from others, and instead is simply part 
of the usual variety of experiences for all learners 
and part of every teacher’s pedagogy. This is not 
to say that every course or learning experience 
should be a blended one, but that blended learn-
ing should be simply regarded as part and parcel 
of the teaching and learning palette. Given that 
ICT in a myriad of forms is steadily increasing 
its presence across the world, and that new gen-
erations of learners and teachers are becoming 
increasingly digitally literate, that time may not 
be far away. 
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